ELT pre-service teachers’ teacher reflection through practicum  by Armutcu, Nurdan & Yaman, Saziye
Procedia Social and Behavioral Sciences 3 (2010) 28–35
Available online at www.sciencedirect.com
1877-0428 © 2010 Published by Elsevier Ltd.
doi:10.1016/j.sbspro.2010.07.009 
Telling ELT Tales out of School 
ELT pre-service teachers’ teacher reflection through practicum 
Nurdan Armutcu a ∗, Şaziye Yaman a 
 
a Department of English Language Teaching, Faculty of Education, Mersin University, Mersin 33169, Turkey 
 
Elsevier use only: Received date here; revised date here; accepted date here 
Abstract 
From quantitative perspective, the present study examines 4th grade English Language Teaching (ELT) pre-service teachers’ 
teacher reflection both at the beginnings of practicum and through the end of it considering sex and type of instruction as 
variables. Moreover, it is illustrated that if any change happens during the practicum by comparing two measures. From 
qualitative perspective, pre-service teachers’ definitions of reflective teaching and teacher, their experiences during practicum 
and their thoughts are explored phenomenologically. Results of the study present that pre-service teachers in ELT department 
have high teacher reflection both at the beginnings and through the ends of practicum. However, what conflicts with the expected 
improvement and dynamism of the process is that any change is not observed between these two measures. This may be due to 
the nature of schools and classrooms pre-service teachers attend in the practicum, and their being in the status of pre-service 
teachers.  
 
© 2010 Published by Elsevier Ltd. 
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1. Introduction 
Whenever it happens or whoever actualizes it, teaching carries a challenge in itself a professional life practicum 
that demands commitment and development. To a large extent, Dewey (1910), early proponent of reflection, 
characterized reflection as disciplined, conscious, explicit and critical thought which contributes to the intellectual 
and moral development of a person (cited in Bailey, 2006).  In this respect, reflection as a current phenomenon has 
found a sound ground in teacher education in the light of improvement and devotion to the professionalism. 
Reflection is specified as an understanding of what professionals do; namely a feature of professional life. Similar to 
Dewey, but in a more detailed way Schön (1987) claimed that rather than applying preconceptions, prejudices, 
knowledge and theory as separate parts in shaped and cliché way, reflective practitioners embody myriad samples, 
images, models, or create new proper forms for particular situation so that they can interpret any surprising situation 
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(unexpected event in a routine activity) and produce several solutions on the spot, and that is the very essence of 
being practitioner and professional in one’s field. Moreover, in words of Schön (1987) reflective practitioners are 
the ones who have artistry to react to any puzzling event in a right manner by thinking critically and generating 
possible outcomes. Further, Schön (1987) bisected reflection types as reflection-in-action which means thinking on-
the-spot to deal with a puzzling or surprising situation and producing possible solutions, and reflection-on-action 
which refers to the critical thinking after a challenging event. Reflection-in-action which serves to revise “action 
present” by asking questions “What is this? and “How have I been thinking about it?” lead people to think critically 
about on-going action, and triggers “on-the-spot-experiment” so that they can create new methods, restructure their 
beliefs, constructs, strategies, and most primarily juxtapose theory and practice to deal with the situation (Schön, 
1987).   
At this very point, within the scope of social constructivism, the importance of reflection for teachers and teacher 
education lies behind teachers’ self-awareness about the overlapping point between their expressed beliefs and the 
way they act as professional teachers in the classroom (Williams & Burden, 2000). Furthermore, Yaman (2004) 
conceptualizes teachers as “constructivists” whose actions are deeply embedded in their thinking (p. 121).  Their 
life-views often in a very subtle, covert or subconscious way reflect their actions in that implicit knowledge and 
beliefs are embodied by actions. In this respect, two parties, knowledge and actions, can not be thought as separate 
parts but as complimentary. Ones’ self-knowledge is an essential prerequisite for change or improving performance. 
Similarly, Lee (2004) asserts that reflection and its level depends on personal background and personality, field 
experience contexts, and the mode of communication by offering solid ground for individual differences on 
reflection. However, one of the most important things in reflection is that teachers should have some qualities such 
as open-mindedness, wholeheartedness, and responsibility (Griffiths, 2000) in order not to base their teaching on 
preconceptions and prejudices in the classroom.  Hereby reflection can not be a simple and linear belief or notion in 
its nature, but a dynamic and complex process to be adapted; that is why, it is quite important for educating pre-
service teachers with this artistry to open the way of critical thinking, problem solving and applying knowledge and 
theories in actions on the way of being professional teachers.  
According to Schön (1987), practicum enables pre-service teachers to develop reflection artistry by engaging 
observations, analysis of context, self-awareness, and the analysis of experiencing classroom events, namely theory 
in practice skills. He notes that practicum plays a crucial role in assisting pre-service teachers in many respects, 
especially developing themselves as reflective practitioners parallel with their intellectual and professional 
development.  When background of practicum is illustrated, it is regarded as the milestone of the four-year teacher 
education program because it gives pre-service teachers the opportunity to gain real teaching experiences and seize 
the chance to experience classroom atmosphere. It is such a critical period (lasting almost two semesters) that pre-
service teachers can gain insights about how to behave in an unexpected, puzzling, or problematic situations since 
they are actually teaching real learners who may do anything at any time. Therefore, it may be considered that the 
practicum period have important impression on pre-service teachers’ reflection artistry.  Mcmahon (1997) followed 
a case study with two pre-service teachers through their first placement in the field that could be referred as 
practicum and found that both pre-service teachers gained apparent reflection with different characteristics. Parkison 
(2009), on the other hand, conducted a qualitative research and searched on “how to empower” side of reflective 
practice to facilitate the progress by enabling pre-service teachers with different majors while they are practicing in 
the field.  Besides, Filiz (2008) adopted a comparative study and investigated pre-service teachers and experienced 
teachers’ attitudes in terms of reflectivity, and hereby she presented significant difference between pre-service 
teachers and experienced teachers. 
Though reflection is a current adapted phenomenon in teacher education, it has been widely searched to be able 
to explore how and why teachers have it, and it still merits attention in research area as an integral feature for 
teachers and teacher education. In this respect, illustrating proportion of it becomes equally important as the 
experiences and thoughts of teachers. As a result, the present study combines quantitative and qualitative data from 
pre-service teachers to ascertain their reflection within the practicum period.  
The study primarily explores teacher reflection artistry of 4th grade pre-service teachers at in English Language 
Teaching Department (ELT), who are in an on-going practicum regarding sex and type of instruction as variables. 
The study illustrates their thoughts and feelings from both quantitative and qualitative perspectives.  Hence, the 
following questions are addressed in the present study; 
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1. To what extent do pre-service teachers have teacher reflection artistry at the beginning of practicum? 
2. To what extent do pre-service teachers have teacher reflection artistry towards the end of the practicum? 
3. To what extent does teacher artistry of pre-service teachers change within the practicum period?  
4. Does teacher reflection artistry differentiate according to the gender of pre-service teachers? 
5. Does teacher reflection artistry differentiate according to instruction type? 
6. What are the thoughts, experiences and feelings of pre-service teachers about reflective teaching and 
teacher? 
 
2. Method    
 
The present study aims to investigate any change in teacher reflection artistry of 4th grade pre-service teachers in 
ELT department during practicum period regarding sex and instruction types as independent variables from 
quantitative perspective. It also concerns their experiences, thoughts and feelings in this process qualitatively. This 
part of the study provides a basis for drawing the framework of the present research.  
 
2.1. Context and participants 
 
The research is conducted in the ELT department of one the state universities of Turkey located in the south, 
Mersin University, in 2009-2010 academic year. The department has two types of instruction as day and night with 
almost forty students enrolled in each. 4th year students of the department, pre-service teachers, are attending 
practicum as a compulsory course that lasts for two semesters in an academic year. While observing the classrooms 
during the first semester, they start to teach lessons in real classroom environments in the second half.  
Participants of the study are thirty-seven ELT pre-service teachers chosen non-randomly from both day and night 
classes. Twenty-nine of them are females while only eight of them are males; additionally, nineteen of the total 
participants have been attending day classes and the rest have been following night classes.  
 
2.2. Data Collection Instruments 
 
In this study, “Teacher Reflection Scale” (Kayapınar & Erkus, 2009) and semi-structured interviews are used to 
collect data. The scale was developed to meet the need for control of teacher reflection for professional 
development. The reliability of the scale was found as high (α=.835) and validity of it was proved in the study 
conducted by the developers of the scale (Kayapınar & Erkuş, 2009). 
Semi-structured interviews as the complimentary part of study are conducted with seven pre-service teachers to 
obtain in-depth information on teacher reflection. Each interview lasted almost fifteen minutes.  
 
2.3. Data collection procedure and data analysis 
 
The quantitative data is collected in two phases as pre and post test in fall and spring semesters of 2009-2010 
academic year. In the fourteenth week of practicum first data was collected from the pre-service teachers, almost 
two months later in the 24th week of practicum, post-test was applied to the same people, then two data are matched 
considering their nicknames. Firstly, descriptive statistics was employed to depict pre-service teachers’ overall 
tendency towards teacher reflection both at the first measure and second measure time separately. Later, as the 
number of participants was limited, and the groups were not homogenous, Wilcoxon Paired Samples test was 
applied to investigate any change between two measures-pre and post tests by comparing their scores. Lastly, Mann 
Whitney U tests were applied to compare the means of sex and instruction type variables.   
Semi-structured interviews were conducted with seven pre-service teachers individually in the 24th week of the 
practicum one week after the application of post-test has been applied. Phenemological data analysis method 
(Moustakas, 1994) was used for analyzing the interviews in order to open the ways for interpreting participants’ 
experiences.  
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3. Results and Discussion  
 
The results’ of the data is presented in this part as parallel with research questions. Thereupon, the discussion 
concerning both the findings and literature follows. 
 
3.1. To what extent do pre-service teachers have teacher reflection artistry in the 14th week of practicum? 
Reflection is a need to foster and improve teachers’ self-awareness. Through reflection, teachers pave their way 
on becoming reflective practitioners and make their own particular world clear by means of such considerations 
(Schön, 1987) in the light of methodological and practical knowledge. As methodology is an implicit knowledge 
that exists in our minds, it will not work alone in an unexpected situation, neither will practical knowledge. In this 
sense, merely theory and technique devotion offers nothing, but putting theory and technique into practice does; that 
is, the combination of theory and practice in an effective manner. From the pre-service teachers’ perspective, 
practicum is an opportunity to experience real classroom events and to implement fresh theoretical knowledge in 
practical situations. As a result, ELT pre-service teachers’ teacher reflections have been prominent for depicting and 
explicating first measures of all (N=37).  
 
Table 1.Descriptive statistics of ELT pre-service teachers’ teacher reflection in the 14th week 
 
 
N 
 
Mean 
 
Median 
 
Mode 
 
Std.  
 
Range 
 
Min. 
 
Max.  
 
Skew 
 
Kurt.  
Valid    Miss  
16.29 
 
17.00 
 
14.00 
 
3.21 
 
13.00 
 
8.00 
 
21.00 
 
-.545 
 
-.176 
37           
 
0          
 
When all pre-service teachers’ first measures for teacher reflection artistry are examined, it can be noticed that 
there is a tendency towards right and positive end. Though it seems that there is a somewhat large interval between 
minimum and maximum scores, the mean score is around maximum score. As the scores roughly deviates from each 
other (Std. =3.21), the mean of first measure is heterogeneous; in other words, the overall score for each participant 
differentiates from each other.   
Pre-service teachers present a reflection artistry as a solid ground to negotiate professional and intellectual 
growth before starting profession. According to Filiz (2008), ELT pre-service teachers do not show such a high 
reflection when compared with experienced teachers; nonetheless, it does not mean that pre-service teachers have 
mediocre reflection since experience may be a highly strong variable in that situation. Thus, appraising pre-service 
teachers’ situations within themselves may lead to more practical and clear conclusions.  
 
3.2. To what extent do pre-service teachers have teacher reflection artistry towards the end of the practicum? 
As envisioned, experience and new learning environments have an impact on pre-service teachers’ teacher 
reflection and practicum can play a crucial role in the development of almost all. Hence, the mean score of pre-
service teachers in the 24th week of practicum is illustrated to embody this situation. Table 2 presents the results of 
descriptive statistics of second measure.  
Table 2. The results of descriptive statistics in the 24th week of practicum 
 
 
N 
 
Mean 
 
Median 
 
Mode 
 
Std. 
 
Range 
 
Min. 
 
Max.  
 
Skew 
 
Kurt.  
Valid        Miss          
 
37 
 
0 
 
16.51 
 
17.00 
 
19.00* 
 
3.76 
 
13.00 
 
9.00 
 
22.00 
 
-.521 
 
-.853 
*Multiple mode exists 
32  Nurdan Armutcu and S¸aziye Yaman / Procedia Social and Behavioral Sciences 3 (2010) 28–35 
When the results of the analysis are examined, it can be seen that maximum score obtained from the scale is 
to the highest score that could be obtained, which makes the distribution skew through the right and positive 
Furthermore, the mode of the results, most frequently obtained score, is quite near to the maximum score that 
orts positive and high reflection results. Mean score of the participants is a little bit low when maximum score 
mode is considered; however, this can be due to negative odd values.   
hese results are in line with the purposes of social constructivist model of teaching with its promise to “raise 
eness of one’s personal theories, values and beliefs” and to “develop ability to analyze teaching situations” 
ey, 2006, pp. 55-56) in real classrooms. Studies conducted for evaluating pre-service teachers’ reflection in 
y ways have revealed that they are gaining reflection by means of facing different situations and activities that 
ers them to critical thinking (Watts & Lawson, 2009; Urzua & Vasquez, 2008; Clarke, 2006). Interaction and 
iencing may be the milestones of the practicum to create a social platform in this respect.  
3. To what extent do pre-service teachers’ teacher reflection artistry change within the practicum period? 
eflection artistry inevitably embodies values, beliefs, constructs and so forth that enable pre-service teachers to 
or selves, and to be engaged in personal growth over time. Therefore, educating future teachers with this artistry 
een the concern of teacher education programmes. Practicum as a compulsory course offering real classroom 
sphere for pre-service teachers entails pre-service teachers with insight about relationships with learners and 
teachers. In an active and dynamic process of practicum, it is expected that pre-service teachers revise their 
ous knowledge, theories and beliefs, after an adaptation or assimilation process of new experiencesin the 
ol environment. Hence, change in terms of reflection artistry is expected to occur in the course of time. At this 
point, table 1 below presents any changes in pre-service teachers’ (N= 37) reflection within the practicum 
d. 
Table 3. T-test results for pre-test and post-test’s means scores 
osttest-Pretest 
 
n 
 
Mean 
Rank 
 
Sum of  
Ranks 
 
Z 
Sig. 
(2-tailed) 
p 
egative Rank 
ositive Rank 
es 
12 
17 
8 
     15.88 
     14.38 
 
190.50 
244.50 
-.587a 
 
.557 
 
Based on negative ranks 
hen teacher reflection of pre-service teachers is examined, no significant change can be noticed between first 
econd measures (Z= -.587; p>,05). Although the results present no quantitative change of teacher reflection of 
iduals, qualitative studies claim just the opposite.  For example, Davis (2006) after examining journal entries of 
re-service teachers claims that experiencing multiple aspects of teaching in real atmosphere may assist in 
oping and fostering reflection. In contrast to the nature of reflection and its definition by many researchers, 
ge or any development was not noticed in the case of the participants of the present study. This can either be 
use of the limited time of the study or because of the inconvenient situations of schools.  
4. Does teacher reflection artistry differentiate according to gender of pre-service teachers? 
s there is a general tendency to think that females may be more effective in teaching due to the role attributed to 
by society as being moderate and patient, it is generally expected that females perform better results than 
s in teaching. Hence, gender was set as a variable in the study to find out the actual differentiation, if there is 
To answer this question, Mann Whitney U test was applied with the data of first and second measures. Test 
s are given in Table 4 below.  
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The results present that there is no significant difference between males and females in terms of their reflection 
artistry regarding both tests (p>.05).  Similarly, Kayapınar and Erkus (2009) could not find any variation between 
males and females’ teacher reflection.  
 
3.5. Does teacher reflection artistry differentiate according to instruction type? 
As the number of people enrolling in universities is increasing in large numbers everyday, the need to divide 
classes has emerged in many universities in Turkey. To meet this need, students enrolled in Mersin University were 
put into different groups in day and night classes. Thus, some of the participating teachers of the present study 
attended day time courses whereas others attended courses offered at night. Disregarding several issues related to 
the conditions and psychological needs of pre-service teachers the present study tried to investigate if there was any 
differentiation between day and night class attendees in terms of teacher reflection. To this end, Mann Whitney U 
test was employed to analyze  data collected in pre and post tests . Test results are displayed in Table 5 below.  
 
Table 5. The results of Mann Whitney U test for both pre-test and post-test 
 
 
Analysis results show that similar to the gender variable, instruction type caused no meaningful variation 
for teacher reflection   (p>.05). Hence, in this case it is not possible to talk about any impact of instruction on 
pre-service teachers’ reflection.   
 
3.6. What are the thoughts and experiences of 4th grade ELT pre-service teachers about teacher reflection 
and reflective artistry? 
 
As people construct their own world through experiences and meaning-making of the events within the frames of 
social contexts, it seems prominent to understand and describe in depth teacher reflection and reflective artistry 
phenomena and experiences of pre-service teachers through practicum. In this study, descriptions of reflective 
teaching and teacher examination of oneself, getting feedback and tool for improving oneself and teaching appeared 
to be some recurring themes for definitions.  
“In reflective teaching, teacher both can examine himself/herself and get enough feedback from 
students, so s/he can correct her/his deficiencies”(Secil).   
For Secil, examining and getting feedback from students are two basic components of reflective teaching and 
they pave the way for correcting oneself. Osman also mentioned questioning and correcting oneself; however, he 
defines reflection as giving feedback by oneself –“teacher’s giving feedback on his/her own”.  According to another 
participant (Dursun), reflective teachers are the ones who devote themselves to the on-going development and 
change. He expressed his idea on this issue in the following way: -“I perceive as the teacher who revise 
himself/herself constantly and change”.  
However, there was no reference to reflection-in-action issue by the participants. All the definitions and concepts 
that they mentioned were explicated around reflection-on-action as it can be noticed in the above excerpts. Feedback 
after lesson and investigation of the past actions are the parts of retrospective reflection. Words that carry dynamism 
 Mann Whitney U 
 
             Sig. (2-tailed)  
                     p 
       
Pre-test          112.00                         .899 
Post-Test          104.00                         .677 
 Mann Whitney U Sig. (2-tailed) p 
 
Pre-test          154.500                         .620 
Post-Test           168.00                          .940 
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and future meanings in themselves such as improvement, development and change refer to the reflection for action, 
namely prospective reflection as stated by Aytac. 
 
“while mentioning about reflection, giving feedback to oneself, seeing both positive and negative sides 
as teachers do, while improving oneself for positive sides, criticizing for negative sides for providing 
feedback. It could be thought that this procedure is going in circle every time”.  
 
Criticizing reflection-in-action, some researchers have claimed that it is very hard to reflect simultaneously with 
action, but reflect-on-action (retrospective) and/or reflect-for-action (prospective) seem to be more realistic 
(Kullman, 1998; Williams & Watson, 2004; Zeichner & Liston, 1985 cited in Urzua & Vasquez, 2008). In this 
sense, reflection-for-action underpins plans, predictions, and future-oriented activities adopted to explore actions.  
Some comments made by participants also refer to the juxtaposing of theory and practice in a natural context. 
Almost all of them have motivation of using their theoretical knowledge in practical situations. Aytac explains this 
situation as: “theory is a step.—theory is always assistive to us, the important thing is coming on the field”.  
However, as explanations are so brief and not deep enough to exemplify with an event they experienced, the reason 
for such concise answers may be attributed to the concept of “unproductive reflection” (Davis, 2006, p. 282) which 
is descriptive in nature. The participants also imply such a problem by stating that 
“As I am a mentee, I can not do anything right now. If it was my class, I would do something for 
future, if I were their teacher, I would care him (a problematic student in her class) in another place” 
(Secil).  
 --“I look from this perspective that if I could be in the role of reflective teacher, I confirm that, if that 
class were given me from the very beginning, if I were communicating with learners constantly, I 
would be (Erdal)”. 
 
In addition, pre-service teachers should be engaged in meaningful experiences in order to form new concepts 
about teaching and learning, and through reflection they have the opportunity of reconstructing their own meanings 
(Larrivee, 2000 cited in Shoffner, 2009). In that sense, what they live in the practicum period are keys for gaining 
reflective artistry and adopting critical thinking skills. Nonetheless, what participants of the study clarify is the fact 
that they prefer removing the problematic learner or event by appealing to another person; either their mentors or 
another friend who is with them at that moment.  
“Students are talking a lot, joking about each other, fighting---as we are two persons while one is 
teaching, the other is managing the class in that event.----Mostly I manage the classroom discipline by 
sending him/her to my friend” (Osman). 
 
Interestingly, teacher reflection and reflective artistry have been conceptualized almost in the same way among 
participants whom are attending practicum. Thus, it can be stated that practicum leading the way for experience and 
critical thinking or questioning oneself grounds the basis for teacher reflective artistry for pre-service teachers.  
 
4. Conclusion  
 
As teachers are considered as professionals in the process of intellectual and professional improvement, 
reflective artistry is an indispensable issue that may enable teachers to combine theoretical knowledge with practice, 
to adopt critical thinking skills and to find solutions that fit best in unexpected situations. The present study aimed at 
examining 4th grade ELT pre-service teachers’ teacher reflection in the practicum period according to gender and 
type of instruction within the scope of social constructivist model. In the study, it was found that pre-service 
teachers’ teacher reflection both in the pre-test and post-tests were moderately high. In both tests, mean scores were 
accumulated through the right end, and they were positively skewed. However, no change was illustrated in the 
process of the practicum concerning teacher reflection.  Further, no meaningful differentiations for gender and type 
of instruction were noticed when data results were compared. In short, when concerning thoughts and feelings of 
pre-service teachers are considered, it can be concluded that practicum can open the doors to real-life like teaching 
experiences with up and down feelings that foster inwards and outwards thinking. In such settings, pre-service 
teachers become part of a community and are expected to integrate their fresh theoretical knowledge with practice in 
t l tti
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